tives, are not without their critics. Evalu curriculum design have been discu representative summary).
In response to the perceived weaknes functional syllabuses in producing co the current literature stresses the imp with more opportunities to interact acquire it by using it rather than to suggested that when language classro which give students experience in fun in the target language, those students language use, but real communicative But a teaching approach which fo requires a classroom atmosphere in w comfortably. Our roles as teachers therefore become significant consider and the dynamics of our particular cl what to teach and how to teach it. T issues by first offering a brief summar
Background Research
One of the most frequently repeated on language learning and teaching is t second language will take place only exposed to and engaged in contextually cation in that language (see Taylor 19 literature reveals two major argument 1. First, findings from research in that although some adult learners a rules which they have been taught tively and communicatively, most l tual understanding of the grammar tion (Johnson 1981a, d'Anglejan 197 1979) and others have argued tha most learners, can only be achieve language through active participati interest to those learners-such as i to the way children acquire their f based only on research findings re grammar rules, it seems reasonabl equally to cases involving the learn including those which are function sion of "analytic" vs. "synthetic" te 2. The second argument in favor of pro cative experiences in the targ into communicative curricul ability to be grammatical an is-but formal correctness is (Johnson 1981a, Allwright 197 our students to learn how to functions, they must have op situations and social settings classroom presentations and guage and language forms ar are artificial and often inc examples of the different k students will need in order to learn.
Taken together, these two arguments appear to suggest that for most students language is best acquired when it is not studied in a direct or explicit way; it is acquired most effectively when it is used as a vehicle for doing something else (Saegert et al. 1974 , Upshur 1968 , Tucker 1977 )-when learners are directly involved in accomplishing something via the language and therefore have a personal interest in the outcome of what they are using the language to do. Warshawsky's finding (1978:472) that "grammatical structure appears to develop in the learner's speech in response to communicational need" provides further evidence for this claim. Her research supports the hypothesis that when the transmission of essential information is at stake and there is a compelling communicative need, learners will be motivated to continue to try to communicate. These attempts to communicate can, in turn, facilitate acquisition as students work to meet that need (see Taylor 1982 for a fuller discussion).
Most of us have undoubtedly observed situations that support this hypothesis. How often have those of us who work in domestic pre-university ESL programs, for example, wondered why students did not improve appreciably despite months of language study, and then later marveled at how much their proficiency had increased-but only after they had left our classes and had actually had to struggle with academic courses taught in English? One conclusion which can be drawn is that students are not as likely to involve themselves as fully in our classroom activities, which are often contrived and uncompelling, as they are when they have a real stake in the outcome of their endeavors. This example illustrates, and there are research findings and observations (for example, Gardner and Lambert 1972 , Lukmani 1972 , Schumann 1978 , Stevick 1976 , and Taylor 1973 to suggest, that although many adult second language learners may stop learning when they feel that their proficiency is adequate for their purposes (Selinker 1972) , "when there is a pressing need, and the motivation is high,..,. the acquisition process seems to continue" (Taylor and Wolfson 1978:32) .
In sum, then, it appears that second language acquisition depends upon the extent to which learners are e communication in the target language be able to transfer their intellectual u target language (either of the syntax communicative situations, most canno could, neither a grammatical focus no real communicative component would provides students with enough exam communication and with adequate opp In the classroom our goal as language opportunities for language acquisitio ing need not always be entirely comm "The role of explicit grammar," in th considered highlights the need to inc nent in our teaching and suggests tha following features:
1. opportunities for students to be e 2. opportunities for students to enga 3. activities which are meaningful t them to become committed to su accomplish a specific goal, such as task.
Desiging a Communicative Component
In devising ways to make these features operational in the language classroom, we must first consider what is involved in designing a strong communicative component. It has been proposed (Johnson 1981a ) that an effective communicative approach must include at least two independent factors.
The first is the selection of appropriate linguistic information to be taught. Johnson (1979) and Morrow (1981) have both suggested that information about the language should be chosen to be taught not simply because it exists, but rather on the basis of what contribution it can be presumed to make to the acquisition of skills or to the performance of specific tasks which are both communicatively useful and relevant to the students' own particular language needs. But a fuller specification of what to teach, whether it be grammar or linguistic categories of meaning and use (notions and functions), is not enough. The second major factor to consider in implementing a communicative approach is the methodology that will be used to impart that information. Syllabuses, either grammatical or functional, are, in the end, only lists of forms to be taught. The way in which they are taught can make the difference between an approach which is communicative and one that is not (Brumfit 1981 , Morrow 1981 , Johnson 1981a . A coherent, principled methodology that will help st abilities which we want them to communicatively, is required. A we may begin our teaching operat scientifically drawn up to cover the fail to teach him how to commun communicative aims, we must giv well as syllabus design.
Recent explorations into com begun to identify some of the have direct applicability to the ology. Let us briefly consider fi 1. Morrow (1981) has pointed communication participants spontaneous language above manipulate the formal feat necessarily imply the larger a a communicative teaching app the opportunity to engage in 2. Johnson (1979) and Morro major purposes of communic the speaker and hearer are bo prior to beginning their comm nically, be said to take place. ogy will need to create situati not previously known by all p 3. Morrow (1981) 5. Johnson (1979) has suggested that both the speaker and hearer attend same time. A communicative met provide students with opportunities real topics, using real language and, Johnson (1981a:11) elaborates on some when he writes that apart from being grammatical, the utterance must also be appropriate on many levels at the same time; it must conform to the speaker's aim, to the role relationship between the interactants, to the setting, topic, linguistic context, etc. The speaker must also produce his utterance within severe constraints; he does not know in advance what will be said to him (and hence what his utterance will be in response to) yet, if the conversation is not to flag, he must respond extremely quickly. The rapid formulation of utterances which are simultaneously "right" on several levels is central to the (spoken) communica-
This view of some of the processes involved in real communication prompts a reconsideration of many of our current teaching practices and highlights the need for students to be communicatively active in class. In fact, Johnson (1979) proposed that these processes ... can only really be practiced in a language teaching which is "task-orientated" (199) ... [one which focuses] on tasks to be mediated through language, and where success or failure is seen to be judged in terms of whether or not these tasks are performed (200).
Such a teaching approach requires "an environment where doing things is possible" (Morrow 1981:64) . Concerns for curriculum and syllabus design, methodology, and, ultimately, the classroom atmosphere in which that teaching approach takes place all become relevant.
The Classroom
In adopting a communicative approach, therefore, it does not appear In this way, "communicative functions arise naturally from the act itself" (Maley 1980:11) , and students are able to determine for them how successful they have been at getting their meaning across. An eva by the teacher becomes unnecessary. Much of what has been said here is not new. Over the last few years has been a strong movement away from highly-structured, teacher-cen grammar-based teaching in favor of task-oriented, communicativelylearner-centered teaching, often including the use of certain so-"humanistic" approaches. Some of these newer approaches, however, been misunderstood and have caused considerable anxiety and con among both ESL teachers and their students (Stevick 1980, Clarke 198 Let us now examine some of these issues more closely by addressing significant concerns: 1) the role of classroom atmosphere in communic ly-based, student-centered language classes, and 2) the selection and communicative teaching materials.
Classroom Atmosphere. Student-centered teaching does not require the teacher abdicate authority in the classroom. To do so would chaos. Teachers are invested with a re right to assume. According to Allwrig providing samples of the target lang the nature of the target language (wh on success or failure), and providing are not in question. What is significan ever, is the manner in which teacher much of it they share (see Bodman 19 For many of us, there appears to be learner-centered teaching and the te Stevick (1980) addresses this point dir what he calls teacher "control" and s suggests, consists of two elements: the s the providing of constructive feedbac the beginning stages of any course b entirely with the teacher in order to the students; in time, these responsib but only as long as those students fee responsibility is part of the teacher' disruption of the effectiveness of th dangerous to turn these responsibilitie Stevick contrasts control with initia to decisions about who says what, to choices among a narrow or a very br provided by whoever is exercising 'c initiative must be kept distinct and other; in the name of "taking contro monopolize initiative. As he explains in exercising "control," then, the teacher ture, to the learning space of the student. she is allowing him to work, and to grow teacher, is not only to preserve this distin amount of learning space. If there is too litt too much, the student will feel that the t discussion of these and related issues, se This kind of teaching approach plac teachers and requires that they adopt which can be significantly different accustomed to. The teacher's attitude between the teacher and the students is successfully executing student-centered teacher does not function as a drill leade benevolent, but rather as a "facilitat students' emerging language needs. 
The "human computer" is us pronunciation and what C-L/CL
As a teaching technique, it is consiste between control and initiative; that is, control of the activity while at the same directing their own learning by offerin initiative as they wish. The key element within the teacher's structure. As in a is secure and supportive. The "human computer" is a simple pr "creative sentence building," for exampl ing their own original sentences. The grammar and vocabulary that they alr explore and test out structures that the imposed expectations on how complica need to be, and the students can feel s much or as little risk as they feel com the back of the room facing in the s feedback after each sentence by repe form, if necessary) back to the stud students themselves the opportunity correct whatever mistakes they may or make evaluative remarks, and the stu many times as they wish, or, if they pre sentences. Individual students take their being called on by the teacher, and are as they see fit.
This kind of non-threatening teac example of one way that student mot at the same time that the teacher is able Maley 1980 , Long 1975 , W activities (see d'Anglejan 1978 , invited native-speaker "guests" surveys or interviews). These ac but out of class as well and can the language skills. The students activities from a variety of sou radio, television, students' inter The setting up of an informati valuable tool to use to create a real communicative situation. Activities which require the bridging of information gaps provide students wi opportunities to learn how to deal with extended discourse above th sentence level, to cope with receiving information which is new a unexpected, to exercise both linguistic and informational choices in formi their responses, and to do so at a natural pace.
Two pedagogical techniques which have been developed to crea information gaps in the classroom are the "jigsaw" (Geddes and Sturtrid 1979) and "task dependency" (Johnson 1981b) principles. The jigsaw prin ciple is used primarily in group activities which are of a task-oriented o problem-solving nature. When activities are structured according to thi principle, key information required to complete the task is given only some of the students, but withhel information is then required to succe information gap creates a real need fo other.
The task dependency principle is ofte principle. When activities are structu principle, students must first successf they are able to complete the major ta example (adapted from Geddes 1981), take an automobile trip of some kind route for them to take might be set Students can be given considerable latitude in how they engage in these kinds of activities. The teacher's role is to assume the responsibility for setting up the conditions for communication to take place (Scott 1981) by structuring and outlining the activity. Rather than taking an active role, however, teachers are advised to maintain a "low profile," perhaps asking only "attention-directing" questions (Allwright 1979) , allowing the students to pursue the task largely on their own. In C-L/CLL, for example, the teacher often divides the class into small groups, allowing each group to work on the task in its own way. Alternatively, different groups can each be given the responsibility to decide which aspect of a larger class project they wish to pursue. Or, the teache activities, incorporating studen which activity they would like accordingly. Each small group h activity, calling upon the teache It does not matter, ultimately accomplishing the tasks that the what is most important, and successful because students are d they are doing because they ha activities and in deciding how confidence in their ability to co (Allwright 1979) . They are selfgreater. In these kinds of activi authentic communication with the than on language. As they plan tasks, they are engaging in purpo and real issues. While it may not a real in an absolute sense, it has be when they are simulated, can "f behavior on the part of learners o has been firmly established" (M
The Role of Explicit Grammar
In the light of these comment explicit grammar teaching fits suggested, students need to be a the focus of their attention on grammar be taught at all? And Although long-standing tradit grammar component in languag guage acquisition has question observations:
1. Most learners are unable to successfully transfer their mechanical control of grammatical patterns to real communicative situations (d'Anglejan 1978 , Long et al. 1976 ).
2. The acquisition of syntax appears to be a natural developmental process in learners and may have its own timetable (Krashen 1979 ). 3. The order of acquisition of grammar rules may be determined more by communicative need than by the teaching order (Kessler et al. 1979 , Taylor 1981 . 4. There is considerable variation among learners in the manner in which they acquire grammatical forms: some can profit from rules, some cannot; some can use forms quickly are presented, others need more tim the form is used in a number of dif number of different directions--b (Krashen 1977 , Bodman 1979 , Taylo Taken together, these observations su of our students will be at the same sequenced presentation of grammar m an item is next on the syllabus does no receive that information. So, while we amount of material in class, what is our control.
There are few linguistically-compell grammar teaching in any particular w more complex linguistic structures r simpler structures, the order in which t fixed. Why, for example, is it necess present tense before the past? Or the questions before modal auxiliaries? If view, in fact, it would be fair to say target culture need all of the structures able to meet the real communicativ When, in their daily encounters, they information, or give directions, or ta them yesterday, it will not help them forms are on the syllabus, but will not b will simply make do with whatever li to get their point across (Selinker 19 suggested throughout this article is that provides a more reasonable starting-of pre-determined teaching order. When an explanation of a new linguis can be perceived to fulfill a real or pr able to focus on active, communicativ psychological impact of recognizing th a new form is greater than that wh presented in an arbitrary order an activities designed to create the ill approach demonstrate to students qui can enable them to successfully comm matter to them, it also provides real l for those students who can use them. one in which we make the decisions ab our students, since it is entirely likely t This may well involve our s activities which we might oth C-L/CLL deals with explicit gra been discussed here. While th incorporated within the approac order in which they are needed in long, elaborate explanations, as it arises. The teacher offers the require mastery or force studen What is significant is that the rules. Because of the strong em students' assuming responsibility comes directly from the stud because they do not want to let thei pressing need to acquire what has be relieved of having to impose that pre The extent to which students are ab out most clearly in small group wor given flexibility, within the general select for themselves what they wan practice it, whether it be grammar, groups select different points and pr ter learners help the slower learners most recently presented or discussed sheets of newsprint posted on the wall always there to answer any questions th called on. It is apparent, in observing going on. Students are practicing, puzzl hypotheses, and drawing conclusions learning from each other. And, most As Krashen points out (1976:165) , ev choose to discuss grammar, or vocabu target language is used realistically, t There will be times, of course, whe lead-to offer forms, to introduce a n provide vocabulary, or to identify an approach which has been presented her the spirit of learner-centeredness. Th and the teacher is established, teachers students understand that what is be teacher is not requiring "mastery." F would not be able to acquire the for demands for immediate learning can take a long time for teachers to acqui Bodman 1979).
Conclusion
What has been suggested throughout this article is that we take the students' communicative attempts in the target language as the starting-off point for our instruction, rather than the rules or the structure of the language. The basic approach, as outlined here, requires a commitment on the part of the teacher to reverse many of the teaching practices which have become traditional in language teaching methodology over the years. It involves looking at students, not as students, per se, but as whole people with needs, and fears, and goals, and commitments and then capitalizing on those students' ability to invest themselves in accomplishing their goals and objectives. It stresses the close interrelationship which exists between the issues of classroom interaction a focuses on the need for studen defensive. It highlights the need centered, authoritarian posture.
When such an atmosphere is exercise their own initiative in learning. This approach recogni can be a compelling factor in investment"-a whole-person com class provides opportunities for learning, selecting their own ac practice, those students have a s interest and motivation are li receptive to instruction if that whether it is to understand a sy complete a task. This approach plays in promoting real comm opportunities for students to be to accomplish something throu going.
When students are committed to accomplishing something which depends upon their further mastery of the target language, instruction can then be provided to meet those emerging language needs. This kind of situation can create the sort of classroom atmosphere in which teaching can be most profitably received. This approach stresses the need to teach what is needed when it is needed-to give learners the flexibility to learn in their own way, at their own pace, rather than to follow a pre-determined syllabus. It emphasizes the need to provide learners with the space they need to receive the instruction without feeling compelled to master it immediately. It points out the need to maintain a non-authoritarian presence throughout this process so that students can continue to feel secure and non-defensive-to enable them to learn not because the teacher demands it of them, but because they need to in order to accomplish their own goals.
And finally, this approach stresses that sharing the responsibility for structuring learning with the students does not require that teachers abdicate their fundamental authority to guide and structure their classes. It highlights the need for teachers to be sensitive to what is happening in the classroom and to respond to the dynamics of the class. This approach may not work equally well for all teachers and all students. Nevertheless, for those who are able to use it, classes which incorporate these ideas can be exciting, exhilarating, and satisfying. This approach has been called "student-centered," but the responsibility for accomplishing it resides with us.
